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Introduction
Students are daily exposed to a variety of assessment tasks in the classroom.
As might be expected, students develop certain perceptions about the classroom assessment tasks which may affect their academic achievement. The central role of classroom assessment in student academic achievement has been documented in a host of review studies over the past years (Black & Wiliam, 1998; Crooks, 1988; Harlen & Deakin-Crick, 2003; McMillan & Workman, 1998; Natriello, 1987; Struyven, Dochy, & Janssens, 2003) . As noted in these reviews, the relationship between students' perceptions of the classroom assessment tasks and academic achievement is mediated by students' motivational beliefs and learning strategies. For instance, when students perceive an assessment task as being clear and attainable, they are more likely to develop high self-efficacy to do the task and employ deep learning strategies which in turn can lead to improved academic achievement. The present study moves in this direction by addressing the relationship between students' perceptions of classroom assessment tasks and academic achievement.
Specifically, the purpose of this study was to test the predictions of a model that explains the impact of perceptions of classroom assessment tasks on academic achievement for students enrolled in grade 11 mathematics classes in the Sultanate of Oman. Mathematics was chosen as a subject because of the national concern about the low performance of students with respect to mathematics in international tests such as TIMSS as well as national tests. Grade 11 was selected because it represents the culminating grade level of the first and second cycle of the basic education in the Sultanate of Oman. The model demonstrates how students' perceptions of the classroom assessment tasks predict their academic achievement in mathematics after controlling for gender and motivated learning strategies. The conceptual basis for this model comes from a synthesis of research and theory in classroom assessment. It is expected that the present study will help advance our understanding of the role of classroom assessment as perceived by students on academic achievement in mathematics.
The discussion of the classroom assessment role in student academic achievement has been broadened by the work of Brookhart and her colleagues. Using a synthesis of classroom assessment literature and social-cognitive theories of learning and Predicting students' academic achievement: Contributions of perceptions of classroom assessment tasks and motivated learning strategies motivation, Brookhart (1997) developed a theoretical framework for the role of classroom assessment in motivating student effort and academic achievement. In this framework, it is postulated that students develop certain perceptions of the assessment tasks in terms of importance, complexity, demands, and utility based on their classroom assessment experiences shaped by the teacher. These perceptions are partly derived from students' motivational beliefs and affect their effort in performing the task and academic achievement. DeVoge (1999) tested Brookhart's (1997) theoretical framework about the role of classroom assessment in student motivation and achievement for third grade students using both quantitative and qualitative data.
They found statistically positive correlations among students' perceptions of assessment tasks, self-efficacy, and academic achievement. These results imply that the relationship between perceptions of assessment tasks and academic achievement need to be considered after controlling for students' self-efficacy to accomplish the tasks. The present study responds to this need.
In an another study using a multiple-case research design, Brookhart and Bronowicz (2003) found that the relationships of students' perceptions of the assessment tasks in terms of interest and importance to students' self-efficacy and goal orientation tended to be similar across various assessment events, grade levels, and subject areas. These results imply that the effects of the perceived characteristics of the classroom assessment tasks, standards, and feedback on academic achievement might be mediated by students' motivational beliefs. Along similar lines, Rodriguez (2004) tested Brookhart's (1997) framework about the role of classroom assessment in student achievement using TIMSS (Third International Mathematics and Science Study) data and found that classroom assessment practices interacted with student motivational characteristics in influencing academic achievement. Affirming the role of students' perceptions of assessment tasks in academic achievement, Brookhart, Walsh, and Zientarski (2006) found that students' perceptions of the assessment tasks and motivational beliefs predicted academic achievement after controlling for background variables.
Theoretically and empirically, students' perceptions of the assessment tasks has been well recognized. Ames (1992) argued for attending to the active role of the students in constructing meaning about the assessment tasks. She noted that perceived (2014c) found that high degrees of congruence, authenticity, consultation, and diversity were associated with a learning-oriented assessment environment that emphasizes mastery of learning.
Using PATI, Dhindsa, Omar, and Waldrip (2007) found that upper secondary students in Brunei tended to perceive their assessment tasks in science classrooms as having low levels of congruence with planned learning, transparency, student consultation, authenticity, and diversity. They also found statistically significant gender differences in congruence favoring females and student consultation favoring males.
They called for a need to improve students' perceptions of assessment tasks through classroom practices. Several studies conducted by Alkharusi and his colleagues have
shown that students' perceptions of assessment tasks influence their academic motivation and achievement.
Predicting students' academic achievement: Contributions of perceptions of classroom assessment tasks and motivated learning strategies For example, Alkharusi et al. (2013b) found that students' perceptions of the assessment tasks in terms of congruence with planned learning, student consultation, and transparency were collectively related to academic achievement whereas task authenticity and diversity did not correlate with academic achievement. When considered in relation to students' motivated strategies, perceptions of assessment tasks were found to be associated with students' motivational beliefs and learning strategies. Specifically, Alkharusi (2013) found that high degrees of perceived task authenticity and transparency tended to be associated with positive self-efficacy and task value. In addition, high degrees of perceived task authenticity, transparency, diversity were associated with a high emphasis on deep learning approaches whereas a low degree of perceived task authenticity was associated with a high emphasis on surface learning approaches. Furthermore, Alkharusi et al. (2013a Alkharusi et al. ( , 2014a demonstrated that students' perceptions of assessment tasks had both direct and indirect effects on selfefficacy and their perceptions of task importance, interest, and utility. Recently, Alkharusi and Al-Hosni (2015) revealed that students' perceptions of assessment tasks tend to vary as a function of gender, subject area, and grade level. They concluded that students differ in their perceptions of the assessment tasks due the nature of the classroom assessment activities driven by the subject area and grade levels.
Purpose of the Study and Research Question
This study aimed at investigating the relationship between students' perceptions of their classroom assessment tasks, motivated learning strategies, and mathematics achievement for grade 11 students. The study was guided by the following research question: How do students' perceptions of the classroom assessment tasks predict their mathematics achievement after controlling for gender and motivated learning strategies?
The main research hypotheses for the investigation of the relationship between students' perceptions of their classroom assessment tasks, motivated learning strategies, and mathematics achievement for grade 11 students are presented below:
1. Gender; motivated learning strategies in terms of extrinsic goal orientation, task value, self-efficacy for learning and performance, rehearsal, and metacognitive self-regulation, and perceptions of assessment tasks in terms of congruence with planned learning, authenticity, student consultation, and transparency will explain a significant portion of the variance in mathematics achievement.
2. Congruence with planned learning will positively predict mathematics achievement after controlling for gender and motivated learning strategies.
3. Authenticity will positively predict mathematics achievement after controlling for gender and motivated learning strategies.
4. Student consultation will positively predict mathematics achievement after controlling for gender and motivated learning strategies.
5. Transparency will positively predict mathematics achievement after controlling for gender and motivated learning strategies.
Method

Participants
The participants in this study were 232 Omani students (115 females and 117 males) enrolled in grade 11 mathematics classes. They were selected using a cluster sampling process from public schools across all governorates in the Sultanate of Oman. Their ages ranged from 15 to 19 years with an average of 17 and a standard deviation of .80.
Procedures
Permission was requested from Ministry of Education and school principals to collect data from the students during regular scheduled mathematics classes. The students were informed that a study about their perceptions of the classroom assessment tasks, motivated learning strategies, and mathematics achievement is being conducted.
They were informed that they were not obligated to participate in the study, and if they wished to participate, their responses would remain confidential. They were also told that participation in the study would not influence their grades or relations with the teacher in any way. Students who wished to participate were asked to respond to a self-report questionnaire, which will be described in the next section of this study.
The questionnaire was administered by assistant researchers during a scheduled class.
The administration took about one class period, and was preceded by a brief set of instructions about how to complete the questionnaire. The students were asked to write their names on the questionnaire in order to match their responses with their final grade in the subject at the end of the semester. The final grades earned in the subject were obtained from the school administration.
Instrument
The instrument used was a self-report questionnaire with three main sections:
Basic information, motivated learning strategies, and perceptions of assessment tasks.
The questionnaire items were translated into Arabic language and subjected to a con- ranging from 1 (strongly disagree) to 5 (strongly agree).
In this study, only MSLQ scales with reliabilities ≥ .60 as measured by
Cronbach's alpha were considered in the analysis after excluding items that contribute to the reduction of the overall scale reliability as indexed by alpha if item deleted.
These scales were extrinsic goal orientation (3 items, α = .66), task value (6 items, α = .73), self-efficacy for learning and performance (8 items, α = .73), rehearsal (3 items, α = .62), and meta-cognitive self-regulation (11 items, α = .62). Scales were constructed by averaging ratings of the students' responses across all the items pertaining to the respective scale.
Perceptions of assessment tasks. This section of the questionnaire included 35 items from Dorman and Knightley's (2006) Perceptions of Assessment Tasks Inventory (PATI). The items measure students' perceptions of assessment tasks in terms of
congruence with planned learning (7 items; α = .73), authenticity (7 items; α = .75), student consultation (7 items; α = .74), transparency (7 items; α = .85), and diversity (7 items; α = .63). The aforementioned alphas represent internal consistency coefficients reported by Dorman and Knightley (2006) . Responses were obtained on a 5-point Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree).
In this study, only PATI scales with reliabilities ≥ .60 as measured by
These scales were congruence with planned learning (7 items; α = .61), authenticity (7 items; α = .62), student consultation (7 items; α = .60), and transparency (7 items; α = .70. Each scale was constructed by averaging its corresponding items.
Statistical Analysis
In relation to the aforementioned purpose of the study, the following statistical procedures were employed:
1. Descriptive statistics in terms of means, standard deviations, and Pearson product-moment correlation coefficients to describe the variables under investigation.
2. Hierarchical multiple linear regression analysis to investigate the ability of perceptions of assessment tasks to predict mathematics achievement after controlling for student gender and motivated learning strategies. The dependent variable was mathematics achievement as measured by the final grade earned in mathematics at the end of the semester. The independent variables were student gender; motivated lear- ning strategies in terms of extrinsic goal orientation, task value, self-efficacy for learning and performance, rehearsal, and meta-cognitive self-regulation, and perceptions of assessment tasks in terms of congruence with planned learning, authenticity, student consultation, and transparency. Student gender was dummy coded (0 = male and 1 = female). Preliminary analyses were conducted to ensure no violation of the assumptions of normality, linearity, homoscedasticity, and multicollinearity. Table 1 presents means, standard deviations of mathematics achievement, motivated learning strategies, and perceptions of assessment tasks along with their bivaraite correlations. As shown in Table 1 , on average, the students tended to hold positive perceptions of their classroom assessment tasks in terms of congruence with planned learning, authenticity, student consultation, and transparency. Also, they tended to have high levels of extrinsic goal orientation, task value, self-efficacy, and selfregulation in mathematics. Further, they reported using rehearsal as a study strategy with a high degree. Moreover, the dummy variable, which is female, correlated significantly and positively with all variables except student consultation. This indicates statistically significant gender differences in mathematics achievement, motivated learning strategies, and perceptions of assessment tasks favoring females.
Results
Descriptive Analysis
All independent variables except consultation correlated significantly and positively with mathematics achievement ranging from .15 to .37. The motivated learning strategies correlated significantly and positively with each other ranging from .41
to .64. The perceptions of assessment tasks correlated significantly and positively with each other ranging from .25 to .62. There were statistically significant positive correlations between motivated learning strategies and perceptions of assessment tasks with correlations ranging from .14 to .51. There was no statistically significant correlation between extrinsic goal orientation and student consultation. 
Hierarchical Multiple Regression
A hierarchical multiple linear regression analysis was performed to investigate the ability of perceptions of assessment tasks to predict mathematics achievement after controlling for gender and motivated learning strategies. The analysis was conducted in three steps. Gender was entered at step one of the regression, the motivated learning strategies (extrinsic goal orientation, task value, self-efficacy, rehearsal, and self-regulation) were entered at step two, and perceptions of assessment tasks (congruence, authenticity, consultation, and transparency) were entered at step three. Ta controlling for motivated learning strategies and perceptions of assessment tasks.
Self-regulation was positively related to mathematics achievement ( β = .23, p < .001) after controlling for gender, motivated learning strategies, and perceptions of assessment tasks. Consultation was negatively related to mathematics achievement ( β = -.17, p < .001) after controlling for gender and motivated learning strategies.
Transparency was positively related to mathematics achievement ( β = .17, p < .001)
after controlling for gender and motivated learning strategies. Task value, selfefficacy, rehearsal, congruence, and authenticity were not significant predictors of mathematics achievement. Together the ten independent variables accounted for 28% of the variance in mathematics achievement. 
Discussion
Enhancing student academic achievement is widely accepted as one of the goals of classroom assessment (Brookhart, 1999) . Previous research has built a theory based on students' perceptions regarding the role of classroom assessment tasks in elevating academic achievement (Ames, 1992; Brookhart, 1997; Natriello, 1987) .
Understanding how classroom assessment tasks as perceived by students can strengthen student learning is highly important to the instructional process. As such, the purpose of the present study was to determine how well students' perceptions of assessment tasks predict mathematics achievement after controlling for gender and motivated learning strategies.
The findings showed that the control variables combined were significantly related to academic achievement and explained 24% of the outcome variance. The perceptions of assessment tasks combined were significantly related to academic achievement and added predictive power by accounting for an additional 4% of the outco- of the classroom assessment as perceived by students that might be conducive for effective learning. The findings of present study offer unique contributions to the literature by adding to the understanding of the link between self-regulation of learning and classroom assessment and offer valuable information to heighten student academic achievement through evincing classroom assessment as a regulatory process.
Research has proven that self-regulation is associated with better learning and achievement (Kitsantas, Winsler, & Huie, 2008) . It entails setting specific goals; applying study strategies such as elaborating, organizing, and rehearsing; showing high levels of self-efficacy and intrinsic motivation; monitoring the progress, and making necessary adjustments in the actions towards the goals (Zimmerman & Schunk, 2011 ). An effective classroom assessment process should capitalize on the aforementioned phases of the self-regulation. Specifically, the findings of the present study imply that classroom assessment process should be transparent in order to cultivate student learning. Transparency involves clear articulation of the learning targets, informative feedback about the progress toward the targets, and appropriate adjustments to instruction and student work. When the purposes of the assessment tasks and the assessment standards and criteria are clearly communicated to the students in advance, the students would be able to match the requirements of the assessment to the effort necessary to demonstrate a high level of academic achievement (Cauley & McMillan & Workman, 1998) . In other words, the current study emphasizes that clarity of the classroom assessment process are likely to enhance student academic achievement.
These findings do not permit drawing conclusions with respect to causality due to the inability to manipulate the variables. In addition, the external validity of the findings is reduced by the specific grade level and subject area considered in the study. Expanding the understanding of the classroom assessment variables that might predict academic achievement in other grade levels and subject areas might have more practical implications. Further, the study lacks information about the psychometric properties of the mathematics grades as measures of the academic achievement, thus questioning the validity of such measures. Moreover, despite the examination of mul- tiple predictors, the majority of the outcome variance remained unexplained in the model. Thus, it is extremely important to examine the potential role of additional predictors such as more direct measures of teachers assessment practices. It is also crucial to examine the relationship between classroom assessment predictor variables and academic achievement in a longitudinal way given the disparate assessment practices across grade levels as documented in past research.
